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ABSTRACT
Leadership Development of Community College Students: Does Participation in the Phi
Theta Kappa Leadership Development Studies Course Have an Effect on the
Development of Leadership Behaviors?
Beverly Wilcox
This study assessed whether participation in the Phi Theta Kappa Leadership
Development Studies course had an effect on the leadership behaviors of students at four
community colleges from urban and rural geographic locations within the tri-state area of
Maryland, Pennsylvania, and West Virginia. The researcher visited the four community
colleges and distributed the Kouzes and Posner (1998a) Student Leadership Practices
Inventory–Self and a demographic questionnaire to a total population of 92 students.
Descriptive statistics, t-tests, and an analysis of variance (ANOVA) were used to analyze
the data according to the research questions guiding this study.
The major findings indicated that the community college students (N = 92) made
impressive gains from pre- to post-tests in all five leadership practices. Significant
differences between genders were revealed in only one practice. However, within each
gender group, significant gains were demonstrated on all five leadership practices.
Similarly, significant differences between age groups were shown in only one leadership
practice. Within each age group, however, significant gains were demonstrated on four
of the five leadership practices. Rural community college students out gained the urban
students on the post-test on four of the five practices. Examination of the post-test scores
within the rural and urban populations revealed that only the group of rural community
college students made significant gains on all five practices. However, caution should be
taken with the conclusion because the N of urban students was considerably smaller than
the N of rural students.
The specific gains in learning may suggest an increase in the general
transformational skills of community college students who participated in the Phi Theta
Kappa Leadership Development Studies course and, thus, substantiates the efficacy of the
course.
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Chapter One
Introduction and Purpose Statement
Analysis of the effects of leadership development activities for business organizations
is well documented, but few studies focus on the results of leadership development
activities on college students (Posner & Brodsky, 1992). Initial inquiries by Phi Theta
Kappa revealed even fewer leadership programs designed for community college
students, despite the belief that students attending community colleges better reflect the
growing diversity found in their communities than in any other educational institution
(Risely, 2001). The literature also revealed that most studies on student leadership
development have focused on four-year institutions where students tend to be more
traditional in nature. Although
... four of every ten American college students are enrolled in community
colleges, it would be a very liberal estimate to say that even 5% of the studies we
reviewed for How College Effects Students focused on community college
students. This empirical black hole means that we are functioning in virtual
ignorance of the educational impact of one of the nation’s most significant social
institutions (Pascarella & Terenzini, 1998, p. 151).
Despite scarcity of research on student leadership development on college
campuses, “when it comes to describing its educational mission, the typical college or
university will use language such as ‘preparing students for responsible citizenship,’
‘developing character,’ ‘developing future leaders,’ ‘preparing students to serve society,’
and so forth” (Astin, 1997, p. 4). In addition, empirical evidence does exist for endorsing
the importance of allocating resources for the development of student leadership courses
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in higher education as one way to align college mission statements with tangible
developmental outcomes (Astin, Burkhardt, Cress, & Zimmerman-Oster, 2001).
According to Freeman, Knott, and Schwartz (1994), there are approximately 620
leadership programs or courses in higher education.
Fortunately, the study of leadership development is increasing steadily at higher
education institutions (Kezar & Moriarty, 2000). For example, the W.K. Kellogg
Foundation has funded projects that have focused on the leadership development of
college-age adults (Astin et al., 2001). In addition, the laudable goal of nurturing civic
responsibility, as often stated in college mission statements, is being addressed by
leadership programs such as Phi Theta Kappa’s Leadership Development Studies, a
program that aims to “unleash the leadership potential of individuals served by
community colleges so they might emerge as tomorrow’s community leaders” (Risley,
2001, p.7). Some higher education institutions have concurred with the recommendations
of Bass and Avolio (1994), Clark and Clark (1991), Conger (1992), and Rost (1991) that
leadership education courses are the appropriate method for teaching leadership.
Very few research studies have been conducted on the effect of leadership courses
on student participants. The missing link appears to be lack of formal assessment to
bolster the credibility of leadership development courses, even though “effective
assessment programs measure outcomes and then inform their many publics of the ways
in which campus programs and services positively affect students, the community, and
society. Assessment, then, is an important component in demonstrating institutional
accountability” (Banta & Associates, 1996, p. 61).

3
According to Astin, involvement in the institutional life of the college is related
positively to developmental outcomes, and the amount of student learning is proportional
to the quality and quantity of student involvement, including participation in leadership
experiences and activities. Research also indicated that students involved in leadership
activities have higher levels of educational attainment and increases in personal values
than do students who do not participate in leadership activities (Astin, 1985, 1993).
Thus, it can be hypothesized that formal leadership development initiatives will result in
positive developmental outcomes for college students, including community college
students.
Purpose Statement
The purpose of this study is to assess whether participation in the Phi Theta Kappa
Leadership Development Studies course designed for community college students has an
effect on the leadership behaviors of community college students at four community
colleges selected from urban and rural communities within the tri-state area of Maryland,
Pennsylvania, and West Virginia. In addition, current research was analyzed that
addressed demographic variables included in studies: race and ethnicity, age, gender, and
urban and rural characteristics of community college students.
Research Questions
These are the primary research questions guiding this study:
1. After participating in a Phi Theta Kappa Leadership Studies course, do
community college students demonstrate significant gains in the
development of leadership behaviors as measured by the Student
Leadership Practices Inventory–Self?
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2. As measured by the Student Leadership Practices Inventory–Self, is there
a statistically significant difference in the development of leadership
behaviors by gender?
3. As measured by the Student Leadership Practices Inventory–Self, is there
a statistically significant difference in the development of leadership
behaviors by age?
4. As measured by the Student Leadership Practices Inventory–Self, is there
a statistically significant difference in the development of leadership
behaviors by race or ethnicity?
5. As measured by the Student Leadership Practices Inventory–Self, is there
a statistically significant difference in the development of leadership
behaviors between urban and rural community college students?
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Chapter Two
Literature Review
Introduction
The multi-dimensional nature of leadership explains why definitions and
interpretations of leadership vary and no consensus about those definitions and
interpretations of leadership exists currently or is likely to exist in the future (Bensimon,
Neumann, & Birnbaum, 1989). The literature review for this study begins with an
examination of varied historical perspectives of leadership culminating with an inspection
of the contemporary research on transformational leadership and its applicability to
community college student leadership development courses.
The research traditions in leadership can be characterized by six major categories
that reveal the multifaceted nature of leadership: 1) trait, 2) power & influence, 3)
behavioral, 4) contingency, 5) cultural & symbolic, and 6) cognitive theories (Bensimon
et al., 1989 P. 7 ).
Trait Theory of Leadership
In the early 1900s, research on traits attempted to determine what made certain
people great leaders. The “great man” theories focused on identifying the innate qualities
and characteristics possessed by great political, military, and social leaders. It was
believed that people such as Mahatma Gandhi, Thomas Jefferson, and Abraham Lincoln
were born with special leadership traits. Researchers concentrated on identifying the
specific traits that differentiated great leaders from followers (Bass, 1991; Northouse,
2001). Often, images of effective leaders in higher education are associated with specific
traits; as a result, the literature on trait theory continues to be influential (Bensimon et al.,
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1989). Researchers cite specific personal traits including intelligence, humor, integrity,
self-confidence, height, and interpersonal attributes like compassion, openness and
honesty, and team building skills (Bass, 1991; Yukl, 1994). Hackman and Johnson
(2000) highlight research that describes traits that appear to enhance leadership
effectiveness.
The specific sets of traits that appear to be critical to leadership are: 1) interpersonal
factors such as self-confidence and, for example, the ability to present an effective oral
presentation, 2) cognitive factors such as critical thinking, problem solving, and decision
making, and 3) administrative factors such as planning and organizing (Hackman &
Johnson, 2000). Important traits that consistently emerge in the research are intelligence,
self-confidence, determination, integrity, and sociability (Northouse, 2001). Intelligence,
for example, is a factor in effective decision-making, problem-solving, and critical
thinking (Hackman & Johnson, 2000).
Hoy and Miskel (1996) claim that the trait approach itself provides negligible
results. Instead, these researchers examine the relationship between leader effectiveness
and leader personality traits rather than the comparison between leaders and followers.
Bass and Stogill (1991) declared in their review of trait research that personality traits
alone do not explain leadership. They further conclude that both personal traits and
situation influence leadership.
Despite the aforementioned limitations, trait theory can be applied to individuals
at all levels to gain insight into whether or not they have select traits deemed important
for leadership. There are indications that trait research has come “full circle,” because
there is a renewed interest in the critical traits of leaders (Northouse, 2001). Further
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evidence of the resurgence in interest in the trait theory can be seen in the emphasis given
to visionary and charismatic leadership (Bass, 1991; Bennis & Nanus, 1985). According
to more recent examination of trait theory, the specific research provides benchmarks
against which students can identify and evaluate their own personal leadership attributes.
Power and Influence
The concept of power is related to leadership because it is an aspect of the process
of influence. Power is the resource that leaders rely on to effect change in people. Power
is defined as the “capacity or potential to influence” (Northouse, 2001, p. 6).
The major assumption of the power and influence approach is that “leadership is an
influence or social exchange process” (Komives, Lucas, & McMahon, 1998, p. 37). The
social power theory suggests that effective leaders are those who have the ability to use
their power to influence the activities of others (Bensimon et al., 1989). However,
influencing others, taken as a single act, does not qualify as leadership; power must be
used to attain group goals (Hackman & Johnson, 2000).
The relationship between power and leadership is expressed in the definition of
power as the “capacity to translate intention into reality and sustain it” (Bennis & Nanus,
1985, pp. 17-18). The five types of power are: 1) coercive, 2) reward, 3) legitimate,
4) expert, and 5) referent. Each of these types of power increases a leader’s capacity to
influence the attitudes, values, and behaviors of people (Northouse, 2001). Expert and
referent types of power are tied to personal traits that can be developed, such as
communication skills and abilities (Hackman & Johnson, 2000). One of the two major
kinds of power in organizations is personal power- that is the power a leader derives from
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followers. The second kind of power is derived from a particular office or rank in an
organization and is referred to as position power (Northouse, 2001).
Behavioral Theory
Behavior studies have compared the actions of effective and ineffective leaders to
determine how the behaviors of each differed (Yukl, 1994). The Ohio State and
University of Michigan projects, known as the seminal research studies on behavioral
leadership theories, shaped leadership theory in two detailed respects. The Ohio State
research studies offered the two dimensions of managerial behavior toward subordinates
known as consideration and initiating structure. The “consideration” dimension was
described as “the degree to which a leader acts in a friendly and supportive manner,
shows concern for subordinates, and looks out for their welfare” (Yukl, 1994, p. 54). The
“initiating structure” dimension was described as “the degree to which a leader defines
and structures his or her own role and the roles of subordinates toward attainment of the
group’s formal goals” (Yukl, 1994, p. 54).
The Michigan State studies on leadership behaviors identified three types of
behaviors that provide a distinction between effective and ineffective managers. The
study included the “identification of relationships among leader behavior, group
processes, and measures of group performance” (Yukl, 1994, p. 59). The three types of
behaviors were identified as task-oriented behaviors, relationship-oriented behaviors, and
participative leadership (Yukl, 1994). Both the Ohio State and the University of
Michigan studies determined that effective leader behaviors vary with each situation.
The research studies did not reveal which specific behaviors are appropriate for specific
situations (Yukl, 1994). However, Bass and Avolio (1994) believed that leaders
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demonstrate idealized behavior when they share risks with followers and are consistent
rather than arbitrary. Such leaders demonstrate high standards of ethical and moral
conduct, and they rarely use power for personal gain.
Contingency and Situational Leadership Theory
The fourth category established by Bensimon et al. (1989), is contingency
leadership theory described in terms of adaptation of one’s style of leadership to
situational factors. Contingency theory transitioned the focus from trait to leadership
context, particularly the connection between the leader and situations. Contingency
theory is predictive and can, therefore, identify the type of leadership that likely will be
effective in certain situations (Northouse, 2001). One of the first to discuss situational
leadership theory was Fiedler who specified how situational variables interact with leader
behavior and personality. Fiedler’s contingency leadership model attempts to determine
if a person’s leadership style is task-oriented or relationship-oriented and if the leader’s
style accommodates the situation (Lussier & Achua, 2001). Contingency theories are
important in the overall landscape of leadership theories (Chemers & Ayman, 1993). The
“situational leadership” approach contains an underlying assumption that different
situations require different types of leadership, while the contingency approach attempts
to identify the conditions or situational variables that moderate the relationship between
leader traits or behaviors and performance criteria (Hoy & Miskel, 1996).
Situational leadership emphasized that leaders must have the skill to determine
the needs of subordinates and then must have the ability to adapt their leadership style to
fit the needs and the situation. This approach revealed the unique needs of subordinates
and reminds leaders that subordinates are deserving of assistance to learn new skills, and
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to continually improve so as to become more confident in their work (Northouse, 2001;
Yukl, 1989). Situational leadership is frequently used for training leaders within
organizations and is a factor in training programs of over 400 of the Fortune 500
companies. It is perceived in the corporate world as a credible model for training
individuals to become effective leaders (Hersey & Blanchard, 1993).
Cultural and Symbolic
The fifth category described by Bensimon et al. (1989), is the cultural and symbolic
approach to studying leadership that is described as the ability to devise and manipulate
symbols to aid leaders in the creation of reality and to reach identified goals (Hackman &
Johnson, 2000). One symbolic approach is The Four Frame Model that was developed
by Bolman and Deal (1997). The model views organizations as factories, families,
jungles, and temples. The symbolic frame treats organizations as tribes, theaters, or
carnivals and views organizations as cultures propelled more by rituals, ceremonies,
stories, heroes, and myths than by rules, policies, and managerial authority (Bolman &
Deal, 1997). Cultural and symbolic theories have been insightful, particularly in attempts
to understand the internal dynamics of organizations experiencing financial crisis
(Bensimon et al., 1989).
Cognitive Theory
The sixth and final category proposed by Bensimon et al. (1989) is the cognitive
theory. Studies have revealed low correlations between leader intelligence and
performance; however, the research seems “counterintuitive because leadership involves
such intellectual functions as recognizing and solving problems, planning, and making
decisions” (Fiedler, 1993, p. 10). Cognitive theories introduced implications for
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perceptions of leader effectiveness and are related to leadership effectiveness (Hackman
& Johnson, 2000). To illustrate, consider that some leadership positions may not have
measurable outcomes other than social attribution or the assigning of credit or blame for
institutional outcomes (Peterson, 1991).
Transformational
A more contemporary paradigm of leadership training focused on learning
transformational skills, specifically how to achieve collaborative vision and how to
empower others. In 1978, James McGregor Burns introduced the concept of
transformational leadership, describing it as a process, not as a set of specific behaviors.
The process helped “leaders and followers raise one another to higher levels of morality
and motivation” (Burns, 1978, p. 20). In his writings, Burns attempted to connect the
roles of leadership and followership. Burns made a deliberate distinction between
leadership and wielding power because it is inseparable from the needs of followers
(Northouse, 2001).
Burns (1978) presented five essential ingredients of transformational leadership.
First, leadership is collective and must be viewed as occurring in relationships between
people. Second, leadership involves dissension and must exist and thrive in conditions of
conflict and competition for followers. Third, the result of the relationship is a change in
the motives and needs of leader and followers, which has a causative effect on
organizations and groups. Fourth, leadership is viewed as morally purposeful, that is,
driven by the values and vision that have been shaped in tandem with the leader and
followers. The fifth and final ingredient that Burns considered essential to
transformational leadership is that of elevating the level of morality of leader and
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followers. Burns’s contributions to transformational leadership theory are phenomenal.
Tierney (1991) concluded that “Burns’s view provides the scaffolding for all other views
of transformational leadership” (p. 158).
Researchers have continued to extended the description of transformational
leadership to include going beyond individual needs, focusing on a common purpose,
addressing intrinsic rewards and elevated psychological needs such as self actualization,
and developing commitment (Bass, 1991; Bennis & Nanus, 1985.). Transformational
leadership refers to the process of individual engagement with others that creates a
connection that transforms both the leader and follower to higher levels of motivation and
morality (Northouse, 2001).
Leadership Development for Community College Students
Evolving changes in the current environment exert pressure on college administrators
to report campus leadership initiatives as well as outcomes of such initiatives. However, few
studies explore leadership development for community college students. Most leadership
development models in colleges accept findings from studies that have examined
professionals in organizational settings rather than undergraduates on college campuses.
According to Kouzes and Posner (1998b), “Serious questions can be raised about whether
such models and their concomitant instruments are applicable to college students and
collegiate environments, which differ considerably from the environments in which
managers operate” (p. 4).
The efficacy of leadership training programs in enhancing the leadership
competencies of community college students, therefore, cannot be taken for granted. The
literature revealed that evaluation studies of leadership training courses for college
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students have reported antecedents and transactions only. Few have assessed the courses
in terms of their effect on the participants and very few have assessed their effectiveness
and efficiency. Traditional paradigms of leadership training focus on acquiring technical
skills and gaining power and influence over others.
Under the contemporary paradigm of leadership development, the focus is on the
acquisition of transformational skills, empowerment, and collaborative visions (Lussier &
Achua, 2001). Since the new models stress the importance of process and the formation
of relationships, it would be appropriate to assume that the effect on participants ideally
should parallel the change in the leadership paradigm. The importance of developing
student leadership skills has been acknowledged in college and university mission
statements (Bass, 1991). “The ability to make leadership-based decisions continues to
grow in importance as society progresses toward the next century” (Karnes, & Stephens,
1999, p. 62). In addition, highly competitive business markets are driving organizations
to use leadership development as a source for competitive advantage (Fulmer & Wagner,
1999).
Designing Leadership Development Courses
Although the leadership literature revealed only a minute sampling of leadership
models designed for college students, The Council for the Advancement of Standards in
Higher Education (CAS) developed universal standards for the development of leadership
skills for college students. CAS modified traditional ideas of leadership to reflect the
shift in leadership theory to “an inherently relational process of working with others to
accomplish a goal or to promote change” (Miller, 1997, p. 111).
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Defining leadership as a relational process involves four specific elements: 1)
inclusion, 2) empowerment, 3) purposefulness, and 4) ethical practices as well as the
overall process orientation. Leadership can be defined as “a relational process of people
together attempting to accomplish change or make a difference to benefit the common
good” (Komives, Lucas, & McMahon, 1998, p. 21). “The presence of a shared and
meaningful vision is a central component of effective leadership” (Hackman & Johnson,
2000, p. 13).
The components established by CAS that demonstrate successful leadership
include 1) the development of self-awareness and the ability to understand others; 2) the
ability to recognize diverse perspectives; 3) the ability to recognize the need for change in
organizations; 4) the establishment of purpose; 5) the ability to work collaboratively; and
6) the awareness of conflict management techniques. CAS also introduced five
principles to adhere to when designing elements of leadership development training:
•

It must provide students with opportunities to cultivate a personal ideology of
leadership that incorporates an understanding of self, others, the community,
and the acceptance of responsibilities inherent in community membership;

•

It must assist students in gaining varied leadership experience;

•

It must use multiple techniques, theories, and models;

•

It must recognize and reward exemplary leadership behaviors;

•

It must be both inclusive and accessible. (Miller, 1997, p. 113)

In addition to the CAS standards for leadership development, Cherrey and Isgar
(1998) recommended four essential elements be integral to the design of leadership
development activities for students: 1) understanding the diversity and complexity of

15
interrelated organizational systems; 2) reflecting critically and continuously, and learning
with a commitment to the betterment of society; 3) valuing individual differences;
embracing inclusiveness; and 4) practicing collaboration (Cherrey & Isgar, 1998).
Gardner (1990), a recognized authority on leadership, authored On Leadership as
a final documentation of his thoughts and beliefs about leadership. He classified nine
tasks as being essential to the function of leadership: 1) envisioning goals, 2) affirming
values, 3) motivating, 4) managing, 5) achieving workable unity, 6) explaining,
7) serving as a symbol, 8) representing the group, and 9) renewing. A perusal of
Gardner’s nine tasks identifies concepts of both transactional and transformational
leadership theory. The learning objectives of the Phi Theta Kappa Leadership
Development course align with Gardner’s classification of tasks.
The W.K. Kellogg Foundation funded 31 programs that spanned the years 1990
through 1998 and focused on leadership development in college age young adults. Three
basic assumptions provided the basis for the Kellogg project and include: 1) our society
needs more and better leaders, 2) effective leadership skills can be taught, and 3) the
college environment is a strategic setting for learning these skills and theories (Astin &
Cress, 1998). The fundamental belief that social change occurs when people get involved
in positive change efforts is central to the work of the W.K. Kellogg Foundation:
Programming activities at the W.K. Kellogg Foundation center around the
common vision of a world in which each person has a sense of worth; accepts
responsibility for self, family, community, and societal well-being; and has the
capacity to be productive, and to help create nurturing families, responsible
institutions, and healthy communities. (W.K. Kellogg Foundation, 1999, p. iv)
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Lastly, still another advancement of the contingency concepts of leadership is
revealed in Sogunro’s reference to implications for leaders and future leaders.
Specifically, Sogunro proposed that leadership development initiatives incorporate:
1) recognizing and appreciating group members’ personality characteristics, 2) building
and strengthening relationships between leader and group and among group members,
3) understanding the conditions or situations when the special qualities possessed by
particular group members should be tapped, 4) engaging group members in collaborative
activities, 5) empowering and transforming group members, 6) understanding the most
effective role for the leader in the group, 7) monitoring and evaluating group activities
and performance (Sogunro, 1997).
Specifically, the CAS Standards in Higher Education and the Cherrey and Isgar
study recommended four essential elements of the design of leadership development for
college students. In addition, the Kellogg Project, the Phi Theta Kappa Leadership
Development Program, the Student Leadership Practices Inventory, and Gardner’s nine
essential functions of leadership serve as the foundational aspects of the design and
assessment of leadership development initiatives for college students. Further, the
aforementioned studies support the need for empirical evidence to ascertain the effect of
leadership development activities for the community college student population.
Research revealed that major societal forces are changing the context of
leadership. To illustrate, consider globalization, increased complexity of knowledge and
expertise, information technology, and increased realization of the expanding diversity in
the United States and the world population (Cherrey & Isgar, 1998; Komives et al., 1996;
Lipman-Blumen, 1996). Therefore, according to Chemers and Ayman (1993),
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perspective in conducting business and education must be focused internationally. The
changing workforce, diversity, and valuing inclusivity and multiple perspectives are
national priorities. As a result, the authors contend that greater emphasis must be placed
on the process rather than on specific traits of an individual. For example, Chemers and
Ayman urged that greater attention and focus must be placed on the overall phenomenon
occurring within the organization. Finally, the authors predicted the need for greater
emphasis on the concept of cross-cultural leadership. Educators must respond by
developing leadership courses that promote change, innovations, and respect for
diversity, components of leadership programs for emerging leaders of tomorrow
(Striffolino & Saunders, 1989).
Thus, despite the abundance of leadership literature, many questions remain
regarding college student leadership development; the limited research that does exist
provides little advice regarding planning, implementing, and evaluating student
leadership training. McDade and Lewis (1994) indicated that few college institutions are
engaged in any type of needs assessment prior to the implementation of leadership
development initiatives that often occur as a result of external pressures.
Given the central role of higher education in the nation’s future, educators can
expect continued scrutiny of educational outcomes and need to respond to close
examination (Palomba & Banta, 1999, p.18). Most leadership development activities
should be based on the postulates that leaders can and must be taught (Astin & Leland,
1991; Gardner, 1990; Komives et al., 1998), that leadership is a process that can be
developed (Komives et al., 1998), and that training and education play major roles in
leadership development (Klenke, 1996). One cannot miss the correlation with leadership
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development and the increase in self-esteem (Astin & Kent, 1983) and overall personal
development in college students (Astin & Cress, 1998; Pascarella & Terenzini, 1998).
Conclusion
Review of the scholarly studies on leadership revealed a proliferation of diverse
theoretical approaches to explain the complexities of the leadership process (e.g., Bass &
Avolio, 1994; Bensimon, 1989; Chemers & Ayman 1993; Gardner, 1990; Hackman &
Johnson, 2000). For example, leadership was conceptualized in the literature as a trait, or
as a behavior, while other researchers presented leadership as political or humanistic.
Leadership has been examined in a variety of contexts, including large and small
businesses, as well as some educational institutions. The research findings from all of
these domains provided a collective picture of leadership as a complex phenomenon that
has captured the attention of researchers for centuries.
The Phi Theta Kappa Leadership Development course is grounded in the
principles of transformational leadership and embraces the current leadership paradigm
that promotes the belief that everyone has the potential to be a leader through
involvement in a developmental process. The concept of leadership as a “purposive
process” that is focused on positive change provides the basis for determining the tenets
of effective leadership (Astin & Astin, 2001). Within American higher education, the
basic purposes of leadership development include:
1. to empower faculty, students, and staff to transform institutions to meet the
student-centered goals of enhanced student learning and development, to
foster new learning, and to serve the community, and
2. to empower students to become positive change agents (Astin & Astin, 2001).
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The Phi Theta Kappa leadership course objectives address the challenge of
generating increased numbers of community college students who become positive
change agents. To illustrate, some course objectives introduce the concepts of
empowerment, servant leadership, goal setting, and, more specifically, the process of
change. The Student Leadership Practices Inventory–Self will serve to document
students’ leadership practices and behaviors that can be analyzed to determine the effect
of Phi Theta Kappa’s leadership course. The W.K. Kellogg Foundation espouses the
belief that “producing more effective leaders is essential to building a better society and
better world and suggests that leadership development should be a critical part of the
college experience” (Astin & Astin, 2001, p. 17).
Conceptual Framework and Related Research Studies
The conceptual framework of this study consists of the five key leadership
practices and behaviors that were extracted from the triangulation of qualitative and
quantitative research methods and studies conducted by Kouzes and Posner (1998b) (see
Table 1).
To assist in understanding leadership development of college students, Posner and
Brodsky (1992) responded to the need for a method of gauging the leadership capabilities
of college students by redesigning the original Leadership Practices Inventory–Self (LPI–
Self) which was an instrument designed for use in business environments. The Student
Leadership Practices Inventory–Self (SLPI–Self) is an instrument containing thirty
questions with six questions for each of the five practices common to successful leaders
as identified by Kouzes and Posner. Responses to the questions are based on a five point
rating scale:

20

Table 1
Leadership Practices and Specific Behaviors
Five Practices of Effective Leadership

Ten Specific Behaviors to Correspond

1. Challenging the Process

1) Search for Opportunities
2) Experiment and Take Risks

2. Inspiring a Shared Vision

3) Envision the Future
4) Enlist Others

3. Enabling Others to Act

5) Foster Collaboration
6) Strengthen Others

4. Modeling the Way

7) Set the Example
8) Plan Small Wins

5. Encouraging the Heart

9) Recognize Individual Contributions
10) Celebrate Accomplishments

Note. Adapted from Kouzes, J.M. & Posner, B. (1998b). The Leadership Challenge. San Francisco:
Josey-Bass.

1) rarely or seldom, 2) once in a while, 3) sometimes, 4) fairly often, and 5) very
frequently or almost always. The responses are for each question.
The foundation of the Student Leadership Practices Inventory–Self focuses on
five leadership practices and associated behaviors. The first practice, Challenging the
Process, addresses the association of leadership, change, and innovation. The associated
behaviors that correspond with Challenging the Process are identified as searching for
opportunities and taking risks and experimenting (Kouzes & Posner, 1998b).
The second leadership practice, Inspiring a Shared Vision, underscores the
importance of persuading others to believe in and embrace the leader’s vision of the
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future. The associated behaviors include envisioning an uplifting future and enlisting
others in the common vision (Kouzes & Posner, 1998b).
The third practice, Enabling Others to Act, discusses the need to empower others
to promote their success and involvement. Behaviors associated with the third practice
include fostering others and strengthening people (Kouzes & Posner, 1998c). The fourth
practice, Modeling the Way, identified the associated behaviors of setting examples and
achieving small wins (Kouzes & Posner, 1998c).
The fifth practice is defined as Encouraging the Heart. Leaders are urged to
celebrate accomplishments and efforts. The associated behaviors include recognizing
individual contributions and celebrating team accomplishments (Kouzes & Posner,
1998c).
In 1992, Posner and Brodsky tested the Student Leadership Practices Inventory–
Self, utilizing male and female resident advisors who held managerial positions within
residence halls. Their findings revealed that the SLPI–Self continued to show validity
and reliability. Some differences were reported in application styles of leadership, but
effective leaders were more likely to exhibit traits established in the original LPI. In
addition, findings revealed that more effective leaders appear to be functioning in the five
areas of identified practices. Posner and Brodsky further posited that the SLPI–Self
allows for differentiation between effective and ineffective leaders. Normative data for
the SLPI–Self reveals high internal and test-retest reliability (Posner & Brodsky, 1992).
Binard and Brungardt (1997) also conducted a study to investigate the effect of
student leadership development programs. Specifically, their study examined the role
that the Community College of Denver’s leadership courses had on the students
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participating in the program. The investigators used the original LPI to evaluate the selfperceived behaviors of student participants. The results of the study revealed a gain in
LPI scores after participating in the leadership courses, and higher gains were reported
for those students who participated in more than one leadership course.
Research Study Variables
Gender
Although a study by Kouzes and Posner claimed that “the practices of effective
student leaders do not vary according to the leaders’ gender” (Kouzes & Posner, 1998b,
p. 9), the literature provides further evidence that supports the need for continued
examination of the gender variable. For example, studies revealed the reluctance of
female students to lead campus-wide organizations, contributing to their lack of
development as leaders (e.g., Astin, 1993; Baxter- Magolda, 1992; Leonard & Sigall,
1998).
Historically, according to Komives et al. (1998), leadership has been described in
terms of traits, behaviors, power, and authority, which are further characterized as
masculine and as often being practiced by male leaders (Komives et al., 1998). Romano
urged “leadership in student organizations should be equally valuable to both male and
female students” (Romano, 1996, p. 676).
Arguably, leadership is leadership, without specific gender distinctions. However,
“There is a difference in application. Leadership training courses frequently attempt to
teach skill development in a male environment. Women may require special attention to
learning skills to equip them to break through the glass ceiling” (McIntire, 1989, pp. 75-
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76). “Little attention has been given to the distinctly different ways women and men
relate to knowledge” (Upcraft, Gardner, & Associates, 1989, p. 289).
In addition, the stereotypical profile of the American college student has changed,
and that major change is continuing to redefine students in higher education today.
College enrollment patterns point to growth areas dominated by students who are
described as nontraditional; that is, 44 % of college students are non-traditional and over
twenty-five years of age. Statistics reveal that 55 % of the total college student population
is female (Levine & Cureton, 1998). This nebulous group of female students has been
referred to as reentry women, or, more specifically, students who range in age from 25
years to 65 years and older. They have been absent from educational institutions and are
choosing to reenter the educational realm. Reentry women have been a topic of concern
to educators and counselors only since the late 1960s (Padula, 1994).
Romano’s (1996) study of fifteen college women students revealed that women
college students involved in leadership experiences reported gains in such skills as public
speaking, conflict resolution, and interpersonal skills. Additionally reported, gains in
self-confidence, self-awareness, and assertiveness surfaced in the data (Romano, 1996).
Age
Developmental needs, issues, and stressors for non-traditional students differ
considerably from those faced by younger, “traditional-age” students. As a result, all
aspects of the college environment must be reconsidered (and often reconfigured) to
respond to this growing student population (Benshoff & Lewis, 1992).
The concept of developing student leadership for the nontraditional populations is
viable because doing so could increase the available supply of future leaders by
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1) identifying members of nontraditional populations as potential leaders, 2) educating
the nontraditional students about basic leadership principles and practices, and
3) providing training opportunities for them to apply leadership skills and behaviors for
diverse leadership roles (Young, 1986).
Although much research exists about the importance of educational attainment,
the majority of sociological studies of the precursors and consequences of educational
attainment are predicated on the assumption that schooling is completed in early
adulthood. However, it is reasonable to conclude that at least some of the benefits of
education attained early in life could also be reaped though education completed later in
life. College enrollment patterns suggest that demands for lifelong education are
heightened among cohorts of midlife adults. Research findings suggest that midlife
educational goals may be a precursor to career change, since men and women who sought
a new job (at age 35) were 25% more likely to return to college (Carr & Sheridan, 1999).
Race/Ethnicity
Increased attention has been given to the holistic student development goals of
student affairs including those of diverse populations. The intersection of leadership
development and race has been explored “only superficially on college campuses”
(Arminio, Carter, Jones, Kruger, Lucas, Washington, Young, & Scott, 2000, p. 496).
The degree to which students perceive themselves as members of racial groupsracial identity-influences students’ attitudes and behaviors and ultimately the groups with
which they become involved (Helms, 1993). As a result, racial identity may influence
how students view leadership (Murray, 1994). Value orientation, experiences, and racial
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identity may indicate why low numbers of students of color become involved in
leadership programs (Arminio et al., 2000).
The black freshmen college experience is different from that of other freshmen in
several ways. Specific differences germane to this study include:
(1) Black freshmen come from cultural backgrounds that often are not
acknowledged or appreciated by students and staff. (2) The social and economic
backgrounds of black students range from rural to urban and racially segregated to
integrated. (3) There is evidence that black freshman do not participate in activities
related to career and life. (4) Black freshmen have no critical mass with whom they can
identify; therefore, they feel a lack of support, are defensive in their attitudes, and often
experience feelings of isolation and pain (Upcraft, Gardner, & Associates, 1989).
Student interactions with diversity contribute to leadership ability and knowledge
and to an understanding of different races. Interracial interaction contributes not only to
cultural awareness but also to leadership. Leadership ability is enhanced by socializing
and studying with students of a different race or ethnicity (Antonio, 2000).
Research studies have revealed that African- American students, particularly men,
are found to have higher attrition rates than most other groups of students in higher
education. Substantial adverse effects on the African- American male can be attributed to
problems related to unemployment, lack of academic achievement, drug and alcohol use,
and family issues. Lack of social integration in the institution is a defining characteristic
of African-American students (Mason, 1998).
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Urban/Rural Community College Students
Of the 14 million college students nationwide, seven million are enrolled in
community colleges that are predicated on open admissions and access. A broad
spectrum of the population is afforded the opportunity to pursue higher educational
opportunities. In its first 100 years, the community college has evolved to its current role
as a comprehensive community institution charged with serving the needs of large,
diverse student bodies (Manzo, 1998).
Since urban community colleges enroll a greater percentage of minorities than
their rural community college counterparts, they are the “democracy colleges” that attract
diverse students. The description is analogous to Horace Mann’s “common school.” The
students who attend urban community colleges, for the most part, are married, employed,
and in need of remedial education. On the average, the population is financially poor,
increasingly minority, and increasingly first-generation college. Thus, the nation’s urban
community colleges are confronted with unique challenges in their attempt to fulfill their
missions. Urban colleges are credited with serving as “gateways to democracy” for
nontraditional students living in urban areas of the country (Smith & Vellani, 1999).
Rural community colleges are frequently the leading higher education institution
within their service areas (Killacky & Valadez, 1994). These colleges, in conjunction
with their communities, are taking the lead in promoting entrepreneurship and business
development, preparing people for productive work, and providing leadership for
regional development (Holub, 1996).
One in four rural communities is depressed economically, a condition exacerbated
by poverty rates that exceed 20%. A major challenge is that many state programs and
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policies designed for urban areas do not fit rural situations. Yet, rural community
colleges have the potential for economic development and people-based educational
training (Rubin & Autry, 2000).
Rural community colleges in the next decade will be faced with conditions and
trends such as the increasing effect of information technologies, competition with private
sector education providers, collectivism, and globalization (Rosenfeld, 2000).
Introducing students to basic leadership theory and application seems central to
confronting these challenges.
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Chapter Three
The Method and Research Design
This section examines four important components of this research study. First,
the research design and instrumentation sections describe strategies for data collection
and analysis. Next, site selection and sampling procedures will be defined. Last, the Phi
Theta Kappa course and facilitator training process will be reviewed.
Research Design
A basic quantitative design was used in this study to investigate the significant
differences in leadership knowledge and skills of community college students before
participation in a Phi Theta Kappa Leadership Development Course and after
participation in the Phi Theta Kappa Leadership Development course as measured by the
Student Leadership Practices Inventory–Self (see Appendix A). Descriptive statistics, ttests, and an analysis of variance (ANOVA) were used to analyze the data according to
the research questions guiding this study.
Significant differences were examined by gender, age, race, and urban versus
rural environments. These variables were selected because most community colleges
seek to reach a broad audience in their communities. Therefore, colleges should develop
a variety of specialized and targeted approaches for special populations that include
gender, non-traditional, and racial and ethnic diversity (Upcraft, Gardener, & Associates,
1989). In addition, research revealed that many Americans from rural areas and inner
cities have lower levels of access to the information-based economy that includes a
rapidly growing segment of knowledge and skill (Kastsinas & Moeck, 2002). The SPSS
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software program was used to assist in the analysis and interpretation of the data (Cronk,
1999).
Instrumentation
This study utilized the Student Leadership Practices Inventory–Self designed by
Kouzes and Posner (1998a) (see Appendix A). Five leadership practices and behaviors
form the foundation of the SLPI–Self (Kouzes & Posner, 1998b). The first, Challenging
the Process, addresses the issues of change and innovations found in effective leaders.
The behaviors that correspond with Challenging the Process include (1) search for
opportunities and (2) experiment and take risks (Kouzes & Posner, 1998b). The second
of the five practices is Inspiring a Shared Vision, and the behaviors associated with this
practice are (1) envision the future and (2) enlist others (Kouzes & Posner, 1998b). The
third practice is identified as Enabling Others to Act, and the corresponding behaviors
include (1) foster collaboration and (2) strengthen others (Kouzes & Posner, 1998b).
Modeling the Way is the fourth practice identified by Kouzes & Posner. The
corresponding behaviors include (1) set the example and (2) plan small wins (Kouzes &
Posner, 1998b). The fifth and final practice of effective leadership is Encouraging the
Heart, and the corresponding behaviors associated with this particular practice include (1)
recognize individual and (2) celebrate accomplishments (Kouzes & Posner, 1998b).
The Student Leadership Practices Inventory–Self contains thirty statements that
describe various leadership behaviors. For example, the first statement is “I look for
opportunities that challenge my skills and abilities” (Kouzes & Posner, 1998b, p. 1).
Students were asked to consider each statement in the context of student organizations or
leadership activities with which they were most involved. The rating scale provides five
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choices that are labeled “rarely or seldom,” “once in a while,” “sometimes,” “fairly
often,” “very frequent,” or “almost always” (see Table 2). In selecting each response,
students were encouraged to be honest and realistic about the extent to which they
actually engage in the particular behaviors. Students were also reminded that there are no
“right” or “wrong” answers.
Table 2
Rating Scale Choice
(1) If you RARELY or SELDOM do what is described in the statement, circle the number
one (1).
(2) If you do what is described ONCE IN A WHILE, circle the number two (2).
(3) If you SOMETIMES do what is described, circle the number three (3).
(4) If you do what is described FAIRLY OFTEN, circle the number four (4).
(5) If you do what is described VERY FREQUENTLY or ALMOST ALWAYS, circle
the number five (5)
Note. Kouzes & Posner (1998a).

The Student Leadership Practices Inventory–Self was designed for use with
college students and provides a more specific and valid instrument (Kouzes & Posner,
1998a). The thirty statements correspond to the five leadership practices and six
statements for each leadership practice (see Table 3). Normative data reveal high internal
and test-retest reliability (see Table 4). In addition, the Student Leadership Practices
Inventory–Self has been utilized in prior student leadership studies (Komives, 1994;
Posner & Brodsky, 1992; Zimmerman-Oster, & Burkhardt, 1999). When used as a
leadership development instrument, the survey has proven to be quite powerful in
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Table 3
Five Leadership Practices and Corresponding Behaviors
Leadership Practice 1: Challenging the Process
1. Seeks challenge
6. Keeps current
11. Initiates experiment
16. Looks for ways to improve
21. Asks “What can we learn?”
26. Lets others take risks
Leadership Practice 2: Inspiring a Shared Vision
2. Describes ideal capabilities
7. Looks ahead and communicates future
12. Upbeat and positive communicator
17. Finds common ground
22. Communicates purpose and meaning
27. Enthusiastic about possibilities
Leadership Practice 3: Enabling Others to Act
3. Includes others in planning
8. Treats others with respect
13. Supports decisions of others
18. Fosters cooperative relationships
23. Provides freedom and choice
28. Lets others lead
Leadership Practice 4: Modeling the Way
4. Shares beliefs about leading
9. Breaks projects into steps
14. Sets personal example
19. Talks about guiding values
24. Follows through on promises
29. Sets clear goals and plans
Leadership Practice 5: Encouraging the Heart
5. Encourages other people
10. Recognizes people’s contributions
15. Praises people for job well done
20. Gives support and appreciation
25. Finds ways to publicly celebrate
30. Tells others about group’s good work
Note. Compiled from Kouzes, J.M., & Posner, B.Z. (1998b). Student Leadership Practices Inventory:
Facilitator’s Guide. San Francisco: Jossey-Bass.
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assessing participants’ leadership behaviors and in providing useful feedback for
enhancing their leadership abilities (Kouzes & Posner, 1995).
Table 4
Reliability Data
Five Leadership Practices

Internal Reliability

Test-Retest Reliability

Challenging the Process

.66

.94

Inspiring a Shared Vision

.79

.93

Enabling Others to Act

.70

.95

Modeling the Way

.68

.91

Encouraging the Heart

.80

.96

Note. Compiled from Kouzes, J.M., & Posner, B.Z. (1998b). Student Leadership Practices Inventory:
Facilitator’s Guide. San Francisco: Jossey-Bass.

Reliability data generated from the authors, Kouzes and Posner, indicated internal
reliability ranges from .66 for Challenging the Process to .80 for Encouraging the Heart.
Also, test-retest reliability data revealed slight ranges from .91 for Modeling the Way to
.96 for Encouraging the Heart (see Table 4). The underlying factory structure has been
sustained across a variety of studies and settings, and support continues to be forthcoming
for the instructions’ predictive and concurrent validity (Kouzes & Posner, 1995).
Site Selection and Sampling Procedures
To determine whether the Phi Theta Kappa Leadership Development course has
an effect on community college students’ leadership ability, pre- and post- data was
collected and analyzed from four community colleges in the tri-state area, Maryland,
Pennsylvania, and West Virginia, that offered the Phi Theta Kappa Leadership course
either during the Spring or Summer semester 2003.
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A list of all Maryland, Pennsylvania, and West Virginia Community College
facilitators and their respective institutions was obtained from Phi Theta Kappa, and
facilitators were sent an e-mail asking if their respective college offered a Phi Theta
Kappa Leadership Development Course during the Spring or Summer 2003 semesters.
From the list of colleges that offered the spring or summer courses and that were willing
to participate, four colleges, including two rural and two urban community colleges, were
selected for this study. A letter was sent to the chief academic officers requesting
permission to visit their respective institutions and to administer the Student Leadership
Practices Inventory–Self to the Leadership Development class or classes. In an effort to
expedite the response from each college, a sample permission letter was sent with each
request letter (see Appendixes A, B, C, and D).
During the first week of each course, the researcher visited the four community
colleges and administered the SLPI–Self to participants enrolled in the Phi Theta Kappa
Leadership Development class or classes that were offered. In addition, the researcher
asked students to complete a brief demographic data sheet (see Appendix D). The
demographics included age, gender, race, and ethnicity. The researcher provided
directions to each class using a uniform script (see Appendix E). The researcher
administered the same SLPI–Self survey to the same groups of students during the last
week of the course as part of the test-retest procedure.
Sixty-seven percent of the participants were female (n = 62) and 33% of the
participants were male (n = 30). Fifty percent of the participants ranged in ages from 18
to 22; 6.5% of the participants represented ages 23 to 24; 6.5% comprised ages 25 to 29;
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24% were in the age group 30 to 39; 13% in the age group was comprised of age 40 or
older.
The majority of the participants (approximately 94%) were white. There was one
American Indian or Alaska Native, one Asian, one Native Hawaiian or Other Pacific
Islander, and three African-American participants. Twelve percent (n = 11) of the
participants were from urban community colleges, and 88% (n = 81) were from rural
community colleges.
Phi Theta Kappa Course
Phi Theta Kappa, an International Honor Society for community college students,
offers a “leadership program to build and equip the next generation of our country’s
leadership at the grassroots level” (Risley, 2001). The authors developed an experiential
course that introduced basic leadership skills and practices to college and community
audiences so that “they might emerge as tomorrow’s community leaders” (Risely, 2001).
Designing the course involved focus group meetings with community college
students and leader aspirants within communities throughout the country in an effort to
determine individual leadership needs. Issues of pedagogy, such as teaching techniques,
academic materials and exercises, and faculty certification procedures were discussed,
tested, and refined to create an appropriate and effective leadership development course
(Risely, 2001).
Four distinct and constant assumptions about leadership form the foundation of
the leadership development course: 1) leadership potential exists within every individual,
2) leadership can be taught, 3) a personal leadership philosophy is a pre-requisite to
learning and applying leadership skills, and (4) an awareness of the moral and ethical
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responsibilities of leadership is essential (Risely, 2001). This type of conceptual training
serves the functions of expanding participants’ perceptions of the leadership process, of
generating interest in becoming a leader, and of gaining an awareness of effective leader
behaviors (Conger, 1992). Standardized course objectives are based on the four
assumptions about leadership (see Table 5).
The pedagogical basis of the leadership course is the observation and study of
great leaders portrayed in the humanities by writers, media specialists, and historians, as
well as the study of the works of great leaders themselves. Experiential learning
activities are used to enhance the fundamental concepts of leadership and to promote the
development of the various leadership skills displayed by the selected leaders (Phi Theta
Kappa, 2002). The Leadership Development Course consists of ten units that discuss
these leadership topics:
1. developing a personal leadership philosophy
2. articulating a vision
3. leading with goals
4. applying ethics to leadership
5. making decisions
6. managing conflict
7. building teams
8. empowering groups
9. initiating change
10. leading by serving
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Table 5
Phi Theta Kappa Leadership Development Studies Course Objectives
Develop a fundamental understanding of leadership and the skills manifest in effective
leaders.
Identify their personal leadership orientation and philosophy
Demonstrate effective techniques and strategies for articulating a vision.
Demonstrate an understanding of the steps involved in setting goals.
Discuss the complexities inherent in ethical leadership.
Articulate their personal leadership values.
Demonstrate comprehension of the elements and processes involved in effective
decision-making.
Describe the various types of conflict and discuss the role the leader can play in
managing conflict.
Identify the elements of effective team building.
Comprehend the concept of empowerment and the techniques of effective leaders to
empower others.
Discuss the role of the leader in initiating change and help others adjust to change.
Expand their awareness of leadership to include the concept of servant leadership.
Develop their personal leadership ability.
Define and evaluate the servant-leader’s role in leadership.
Note. Compiled from Phi Theta Kappa, Inc. (2002).
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In the first unit, students begin to establish the basis for a personal philosophy by
examining different views of leadership. For example, excerpts from the classics in the
humanities, such as excerpts from Plato’s The Republic, are discussed in terms of
appropriateness to the student’s own leadership philosophy. The second unit explores
visionary leadership by reading and viewing speeches by Martin Luther King, Jr., and
Shakespeare’s Henry V. The third unit features Melville’s Moby Dick to introduce
discussions about setting goals. The fourth unit introduces the concepts of social
responsibility and ethics. Confucius’ philosophy of leadership from The Analects
provides examples of ethical leadership. The fifth unit explores ways to make decisions
by viewing Mark Twain’s Huckleberry Finn. The sixth unit provides opportunities for
students to read excerpts from Homer’s Iliad as a basis for discussing various ways to
manage conflict. The seventh unit explores team building by engaging students in
experiential activities that illustrate effective team building strategies. The eighth unit
investigates the concept of empowerment by discussing such works as Nelson Mandela’s
autobiography, Long Walk to Freedom. The ninth unit examines the problems and
rewards associated with initiating change. Plato’s Allegory of the Cave and the movie
Schindler’s List are sample teaching devices for this unit. Unit ten introduces service to
others as the cornerstone of great leadership.
Facilitator Training
Selected community college faculty members are trained to become certified
facilitators of the Phi Theta Kappa Leadership Development course. Since the inception
of Phi Theta Kappa’s Leadership Development Program, more than 1,250 college
presidents, faculty, and two-year college administrators have become certified facilitators
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in the program. More than 420 community colleges around the world have certified
facilitators (Risley, 2001). All trained facilitators utilize the standard Phi Theta Kappa
text and academic materials, as well as experiential learning experiences, to create a
universal leadership development course. The required staff development component,
the Phi Theta Kappa facilitator training program, was developed by Phi Theta Kappa and
presented by national facilitators, adding to the consistency of the leadership
development course offerings throughout the country.
Further evidence of the credibility of the leadership development course is its
recognition by the W.K. Kellogg Foundation as one of only eight exemplary higher
education leadership programs funded by the foundation between 1990 and 1998 (Risely,
2001). In addition, some of the graduates of the various Phi Theta Kappa leadership
courses have moved to positions of leadership in their communities, have become Rhodes
Scholars, and have become Phi Theta Kappa International Officers (Risely, 2001).
Limitations
There are limitations associated with this research study. First, the study is not
representative of all institutional types because the focus is only on community colleges.
Therefore, the preliminary picture of the effect of student leadership courses cannot be
generalized to all student leaders. Second, the backgrounds of the participants and their
exposure to experiences outside the classroom may increase or decrease their leadership
thoughts. Third, the size of each class may vary according to enrollment limits and
addition or withdrawal, dynamics that could possibly reduce or increase the sample size.
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Chapter Four
Findings

Introduction
This chapter presents the major findings of the study comparing the scores of
community college students on the pre- and post-tests for the Phi Theta Kappa
Leadership Development Studies course. The findings are reported according to the five
research questions. The overall purpose of the study was to determine whether
participation in the course had an effect on the development of leadership behaviors for
those community college students who participated in the Phi Theta Kappa Leadership
Development course as measured by the Student Leadership Practices Inventory–Self
(Kouzes & Posner, 1998).
Four community colleges were selected that offered the Phi Theta Kappa
Leadership Development course during the Spring and Summer semesters of 2003. The
summer semester was added to obtain a sufficient sample size. The participating colleges
included two community colleges from urban locations and two from rural communities
within the tri-state area of Maryland, Pennsylvania, and West Virginia. The following
demographic variables were analyzed: age, gender, race and ethnicity, and urban and
rural community college students.
Response Rate
Ninety-two students from four community colleges completed the Student
Leadership Practices Inventory–Self (SLPI–Self). The researcher visited each
community college during the second week of the Spring semester, 2003, and the first
class session of the Summer semester 2003, to conduct the pre-testing phase of the study.
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The researcher returned to each community college during the final week of the spring
semester and the final class session of the summer semester to conduct the post-testing
phase, using the same SLPI–Self survey. The researcher’s in-class visits to each college
resulted in a 100% response rate.
Sixty-seven percent of the participants were female (n = 62), and 33% of the
participants were male (n = 30). Fifty percent of the participants ranged in ages from 18
to 22; 13% comprised ages 23 to 29; 24% were in the age group 30 to 39; and there were
13% in the age group that was comprised of age 40 or older.
The majority of the participants (approximately 94%) were white. There was one
American Indian or Alaska Native, one Asian, one Native Hawaiian or Other Pacific
Islander, and three African-American participants. Twelve percent (n = 11) of the
participants were from urban community colleges, and 88% (n = 81) were from rural
community colleges (see Table 6).
Major Findings
Research Question One. The first research question examined if community
college students demonstrated significant differences in the development of leadership
behaviors between pre- and post-testing occasions as measured by the Student Leadership
Practices Inventory–Self that used a five-point Likert scale for responses. There were 30
items on the SLPI–Self which were clustered into six items for each of the five leadership
practices: 1) Challenging the Process, 2) Sharing a Vision, 3) Enabling Others to Act, 4)
Modeling the Way, and 5) Encouraging the Heart. A paired t-test was used to determine
the differences, if any, between the pre-test and post-test scores for each leadership
practice.
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Table 6
Student Characteristics and Demographic Data
Number

%

Female

62

67

Male

30

33

Group 1 (18-22)

46

50

Group 2 (23-29)

12

13

Group 3 (30-39)

22

24

Group 4 (40 or older)

12

13

American Indian or Alaska Native

1

1.08

Asian

1

1.08

Native Hawaiian or Other Pacific Islander

1

1.08

Black or African American

3

3.26

White

86

93.47

Hispanic

2

2

Not Hispanic

90

98

Urban

11

12

Rural

81

88

Gender

Age

Race

Ethnicity

Urban and Rural
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According to the paired t-test statistical method, the post-test means for all five
leadership practices were significantly higher than the pre-test means for the total
population (N = 92), revealing gains in their learning over time (see Table 7).
Table 7
The Differences between the Mean and Standard Deviation of Pre and Post Scores on the
Student Leadership Practices Inventory–Self
Pre-test (N = 92)

Post-test (N = 92)

Mean

SD

Mean

SD

LP1 Challenging the Process

20.68

3.567

24.13

3.349

-8.722*

LP2 Inspiring a Shared Vision

20.79

4.150

24.78

3.224

-9.203*

LP3 Enabling Others to Act

23.21

3.726

26.13

3.211

-7.894*

LP4 Modeling the Way

22.38

3.933

25.23

3.138

-7.035*

LP5 Encouraging the Heart

22.62

3.877

26.05

3.437

-7.740*

Leadership Practice

t

*p < .001
The leadership practice that revealed the highest gains was LP2, Inspiring a
Shared Vision. The mean of the pre-test was 20.79 with a standard deviation of 4.150,
and the mean of the post-test scores of LP2 was 24.78, with a standard deviation of 3.224.
A paired t-test demonstrated that there was a statistically significant difference on the
mean score of LP2, Inspiring a Shared Vision, between the pre-test and post-tests (t(91) =
-9.203, p < .001, two-tailed). The post-test score was significantly higher than that of the
pre-test score. The community college students demonstrated significant gains for LP2,
Inspiring a Shared Vision.
Significant gains also were evident from the pre- to post-assessments for LP1,
Challenging the Process. The mean of the pre-test was 20.68 with a standard deviation of
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3.567, and the mean of the post-test score of this leadership practice was 24.13. A paired
t-test demonstrated that there was a statistically significant difference on the mean score
of LP1 between the pre- and post-tests (t(91) = -8.722, p < .001, two-tailed). The posttest scores were significantly higher than that of the pre-tests. Students demonstrated
significant gains in LP1, Challenging the Process.
In addition, significant gains occurred on LP5, Encouraging the Heart. The mean
of the pre-test was 22.62 with a standard deviation of 3.877, and the mean of the post-test
scores for this leadership practice was 26.05 with a standard deviation of 3.437. The
paired t-test demonstrated that there was a statistically significant difference on the mean
scores between the pre- and post-tests (t(91) = -7.740, p < .001, two-tailed). The
undergraduate community college students showed significant gains from pre-test to
post-test on LP5, Encouraging the Heart.
The mean of the pre-test scores for LP3, Enabling Others to Act, was 23.21 with a
standard deviation of 3.726, and the mean of the post-test score was 26.13 with a standard
deviation of 3.211. A paired t-test revealed that there was a statistically significant
difference on the mean score of LP3, Enabling Others to Act, between the pre- and posttests (t(91) = -7.894, p < .001, two-tailed). Students, then, demonstrated significant gains
on LP3, Enabling Others to Act.
Although significant gains were demonstrated between pre- and post-test scores
on LP4, Modeling the Way, the difference between the means was less than the
differences between the means for LP2, Inspiring a Shared Vision. The mean of the pretest scores for LP4, Modeling the Way, was 22.38 with a standard deviation of 3.933, and
the mean of the post-test scores of this leadership practice was 25.23 with a standard
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deviation of 3.138. The results of a paired t-test revealed that there was a statistically
significant difference on the mean scores between the pre- and post-tests (t(91) = -7.035,
p < .001, two-tailed). Therefore, students also demonstrated significant gains on LP4,
Modeling the Way.
The overall results from the paired samples t-tests revealed statistically significant
differences between the scores of the pre- and post-tests for each of the five leadership
practices. Community college students who participated in the Phi Theta Kappa
Leadership Development course demonstrated impressive learning gains (see Table 7).
Research Question Two. Research Question Two examined the relationship
between gender of the respondents as reflected in pre- and post-test comparisons. This
involved gender (male, female) as a between-subjects independent variable. Testing
occasion (Pre, Post) was a within-subjects independent variable. The dependent variables
were the five leadership survey scores. Thus, the research design to answer Research
Question Two was a 2 x 2 design with one between-subjects independent variable
(Gender) and one within-subjects independent variable (Testing Occasion).
When comparing men to women on the pre-test, a significant difference was
evident for LP3, Enabling Others to Act (independent means t(90) = 2.400, p < .05). The
female respondents demonstrated significantly higher pre-test scores than males on LP3
(see Table 8). This same pattern emerged in post-test scores. Females continued to
demonstrate significantly higher scores on the post-test than men on LP3, Enabling
Others to Act (t(90) = 2.259, p < .05). For the remaining leadership practices, there were
no significant differences between males and females on the pre-test or on the post-test.
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Table 8
Difference on Pre-test and Post-test of Leadership Practice Inventory Between Males and Females
Leadership Practice

Pre-test

Post-test

*p < .05

Female (N=62)

Male (N=30)

t

Mean

SD

Mean

SD

LP1 Challenging the Process

20.52

3.486

21.03

3.764

-.650

LP2 Inspiring a Shared Vision

20.85

4.288

20.67

3.916

.203

LP3 Enabling Others to Act

23.84

3.618

21.90

3.661

2.400*

LP4 Modeling the Way

22.56

4.128

22.00

3.533

.643

LP5 Encouraging the Heart

22.98

3.915

21.87

3.748

1.301

LP1 Challenging the Process

24.27

3.275

23.83

3.534

.590

LP2 Inspiring a Shared Vision

24.97

3.141

24.40

3.410

.790

LP3 Enabling Others to Act

26.65

3.052

25.07

3.321

2.259*

LP4 Modeling the Way

25.18

3.165

25.33

3.133

-.222

LP5 Encouraging the Heart

26.34

3.548

25.47

3.170

1.143
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A paired t-test was utilized to determine if female respondents demonstrated
leadership gains over time as measured by the pre- and post-tests. The greatest gains for
women occurred in LP2, Inspiring a Shared Vision. The mean for the pre-test on LP2 for
females was 20.85, with a standard deviation of 4.288, and the mean of the post-test
scores of LP2 was 24.97, with a standard deviation of 3.141. A paired t-test revealed that
there was a statistically significant difference on the mean scores of LP2 between the preand post-test scores for females (t(61) = -7.504, p < .001, two tailed). The post-test mean
was significantly higher than that of the pre-test mean for females on LP2, Inspiring a
Shared Vision (see Table 9).
Table 9
Difference on Leadership Practice Between Pre- and Post-test Within Female Gender
Leadership Practice

Post-test

Pre-test

t

Mean

SD

Mean

SD

LP1 Challenging the Process

20.52

3.486

24.27

3.275

-7.509*

LP2 Inspiring a Shared Vision

20.85

4.288

24.97

3.141

-7.504*

LP3 Enabling Others to Act

23.84

3.618

26.65

3.052

-7.025*

LP4 Modeling the Way

22.56

4.128

25.18

3.165

-5.158*

LP5 Encouraging the Heart

22.98

3.915

26.34

3.548

-6.243*

*p < .001
Significant gains also were evident from pre- to post-assessment for LP1,
Challenging the Process. Females’ pre-test mean score was 20.52, with a standard
deviation of 3.486 and the mean of the post-test score of LP1 was 24.27, with a standard
deviation of 3.275. The paired t-test found that there was a statistically significant
difference on the mean scores of LP1 between the pre- and post-test scores for females
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(t(61) = -7.509, p <.001, two-tailed). Again, on this leadership practice, females
significantly increased their scores between the pre- and post-tests.
In addition, a significant gain occurred for females on LP5, Encouraging the
Heart. The mean of the pre-test score was 22.98, with a standard deviation of 3.915. The
mean of the post-test score for LP5 was 26.34 with a standard deviation of 3.548. Thus,
the paired t-test found the difference to be statistically significant difference between the
pre- and post-test scores for females on LP5, Encouraging the Heart, (t(61) = -6.243, p <
.001 two-tailed).
Leadership Practice 3, Enabling Others to Act, revealed the next highest gain with
a mean of 23.84, with a standard deviation of 3.618 on the pre-test for females. The
mean of the post-test score was 26.65, with a standard deviation of 3.052. The paired ttest revealed a significant difference between the pre- and post-test scores for females on
LP3, Enabling Others to Act, (t(61) = -7.025, p < .001 two-tailed).
A significant gain also was demonstrated on LP4, Modeling the Way. The mean
for the pre-test on LP4 was 22.56, with a standard deviation of 4.128 and the mean for the
post-test was 25.18, with a standard deviation of 3.165. The paired t-test demonstrated a
statistically significant difference between the pre- and post-test scores for females on
LP4, Modeling the Way, (t(61) = -5.158, p < .001, two-tailed). Thus, female community
college students demonstrated statistically significant gains between the pre- and post-test
scores on all five of the leadership practices (see Table 9).
Like the females, the male subjects also demonstrated significant pre- to post-test
gains on all five practices. The highest gains from the pre-to post-tests for males were on
LP2, Inspiring a Shared Vision. The mean for the pre-test was 20.67 with a standard
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deviation of 3.916. The mean of the post-test score for males on LP2 was 24.40 with a
standard deviation of 3.410. The paired t-test revealed a statistically significant
difference between the pre- and post-test scores for male students (t(29) = -5.287, p <
.001, two-tailed).
A significant gain also was evident from the pre- to post- assessment on LP5,
Encouraging the Heart. The pre-test score for males was 21.87, with a standard deviation
of 3.748. The mean of the post-test score was 25.47, with a standard deviation of 3.170.
A paired t-test demonstrated a statistically significant difference between the pre-and
post-test scores on LP5 for males (t(29) = -4.506, p < .001, two-tailed).
In addition, a significant gain occurred on L P 4, Modeling the Way. The mean
for the pre-test was 22.00, with a standard deviation of 3.533. The mean of the post-test
for LP4 for males was 25.33 with a standard deviation of 3.133. A paired t-test revealed
the difference to be statistically significant between the pre- and post-test scores for
males on LP4 (t(29) = -4.974, p < .001, two-tailed).
The mean score on the pre-test for LP3, Enabling Others to Act, was 21.90, with a
standard deviation of 3.661. The mean of the post-test score for LP3 was 25.07, with a
standard deviation of 3.321. A paired t-test demonstrated a statistically significant
difference for the mean score of LP3 between the pre- and post-tests for males (t(29) = 4.011, p < .001).
A significant gain also was demonstrated between the means of the pre- and posttests on , LP1, Challenging the Process. The mean of the pre-test for LP1 for males was
21.03, with a standard deviation of 3.764. The mean of the post-test score for this
leadership practice was 23.83, with a standard deviation of 3.534. The paired t-test
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revealed a statistically significant difference between the mean of the pre-and post-tests
for LP1 (t(29) = -4.474, p < .001, two-tailed). Therefore, male community college
students also demonstrated gains in scores between the pre- and post-tests, which were
determined to be statistically significant when conducting a paired t-test (see Table 10).
Table10
Difference on Leadership Practice Between Pre- and Post-test Within Male Gender
Leadership Practice

Pre-test

Post-test

t

Mean

SD

Mean

SD

LP1 Challenging the Process

21.03

3.764

23.83

3.534

-4.474*

LP2 Inspiring a Shared Vision

20.67

3.916

24.40

3.410

-5.287*

LP3 Enabling Others to Act

21.90

3.661

25.07

3.321

-4.011*

LP4 Modeling the Way

22.00

3.533

25.33

3.133

-4.974*

LP5 Encouraging the Heart

21.87

3.748

25.47

3.170

-4.506*

*p < .001
Within genders, gains from pre- to post-tests were significant on all five
leadership practices for both females and males. Thus, females and males who
participated in the Phi Theta Kappa Leadership Development course achieved learning
gains over time.
The greatest gains for women and men within their respective genders emerged
on LP2, Enabling Others to Act. The pre-test mean within the female gender was 20.85,
with a standard deviation of 4.288. The pre-test mean within the male gender was 20.67,
with a standard deviation of 3.916. The post-test mean within the female gender on LP2
was 24.97, with a standard deviation of 3.141. The post-test mean within the male
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gender was 24.40, with a standard deviation of 3.410. Both genders demonstrated
significant gains on LP2 (see Tables 9 and 10).
Research Question Three. The third research question examined if there was a
statistically significant difference in the development of leadership behaviors by age (see
Table 11). Analyses of variance (ANOVA) were used, in which the independent variable
was age group (1, 2, 3, 4), and the dependent variables were the five leadership practices.
Thus, five ANOVAs were computed across age groups for the pre-test, and five
ANOVAs were computed across age groups for the post-test. The only significant
difference appeared on the post-test score of LP2, Inspiring a Shared Vision (F(3, 88) =
3.77, p < .05). A Post Hoc test was conducted, and the data from the LSD multiplecomparison test indicated that there was a statistically significant difference (p < .05) on
LP2, Inspiring a Shared Vision, between Age Groups 1 and 2. At post-test, respondents
in Age 2 (23 to 29) were higher on LP2, Inspiring a Shared Vision, than Age 1 (18 to 22).
No other statistically significant differences were found on the pre-tests or the post-tests
between any two age groups for the remaining four leadership practices (see Table 11).
Table 12 shows statistically significant differences, using a paired t-test, between
the pre- and post-test scores for all of the leadership practices (except Age 4 on LP4,
Modeling the Way). Significant gains were shown on 19 of the 20 comparisons of
leadership practices within Age Groups.
Within Age Group 1 (18 to 22) a paired t-test revealed statistically significant
differences, at the p < .001 level, between the pre- and post-tests for each of the five
leadership practices. The highest pre- to post-test gain within Age Group 1 (18 to 22)
was demonstrated on LP2, Inspiring a Shared Vision. The mean for the pre-test was
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Table 11
Difference on Pre-test and Post-test of Leadership Practices Among Different Age Groups
Leadership Practice

Age 1
(18-22)
M

Pre-test

Post-test

*p < .05

SD

Age 2
(23-29)
M

SD

Age 3
(30-39)
M

SD

Age 4
(40 or older)
M

F

SD

Challenging Process (LP1)

19.96 3.31

21.58 3.15

21.18 4.03

21.67

3.85

1.35

Inspiring Shared Vision (LP2)

20.11 3.67

20.50 4.70

21.32 4.80

22.75

3.82

1.47

Enabling Others to Act (LP3)

22.52 3.46

23.67 3.94

24.27 3.45

23.42

4.81

1.20

Modeling the Way (LP4)

21.54 3.42

22.42 3.85

23.41 3.92

23.67

5.38

1.66

Encouraging the Heart (LP5)

21.93 3.69

22.67 4.50

23.77 3.96

23.08

3.68

1.19

Challenging Process (LP1)

23.37 3.49

25.83 2.17

24.82 3.23

24.08

3.45

2.22

Inspiring Shared Vision (LP2)

23.85 3.31

27.00 1.95

25.36 3.11

25.08

3.03

3.77*

Enabling Others to Act (LP3)

25.54 3.30

26.92 2.57

27.23 2.99

25.58

3.48

1.77

Modeling the Way (LP4)

24.70 3.00

25.92 2.27

25.77 3.79

25.58

3.09

0.90

Encouraging the Heart (LP5)

25.43 3.19

27.92 1.83

26.64 3.91

25.50

4.15

2.06
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Table 12
Difference on Leadership Practice Between Pre- and Post-test Within Age Groups
Leadership Practice

Pre-test

Post-test

t

Mean
19.96
20.11
22.52
21.54
21.93

SD
3.31
3.67
3.46
3.42
3.69

Mean
23.37
23.85
25.54
24.70
25.43

SD
3.49
3.31
3.30
3.00
3.19

-6.464***
-7.010***
-5.911***
-6.138***
-6.191***

Challenging Process (LP1)
Inspiring Shared Vision (LP2)
Enabling Others to Act (LP3)
Modeling the Way (LP4)
Encouraging the Heart (LP5)

Age 1
(18-22)
n = 46

Challenging Process (LP1)
Inspiring Shared Vision (LP2)
Enabling Others to Act (LP3)
Modeling the Way (LP4)
Encouraging the Heart (LP5)

Age 2
(23-29)
n = 12

21.58
20.50
23.67
22.42
22.67

3.15
4.70
3.94
3.85
4.50

25.83
27.00
26.92
25.92
27.92

2.17
1.95
2.57
2.27
1.83

-4.42***
-4.79***
-2.71*
-3.39**
-3.80**

Challenging Process (LP1)
Inspiring Shared Vision (LP2)
Enabling Others to Act (LP3)
Modeling the Way (LP4)
Encouraging the Heart (LP5)

Age 3
(30-39)
n = 22

21.18
21.32
24.27
23.41
23.77

4.03
4.80
3.45
3.92
3.96

24.82
25.36
27.23
25.77
26.64

3.23
3.11
2.99
3.79
3.91

-3.648**
-3.774**
-3.749**
-2.482*
-2.568*

Age 4
(40 or older)
n = 12

21.67
22.75
23.42
23.67
23.08

3.85
3.82
4.81
5.38
3.68

24.08
25.08
25.58
25.58
25.50

3.45
3.03
3.48
3.09
4.15

-2.465*
-2.699*
-2.257*
-1.419
-2.764*

Challenging Process (LP1)
Inspiring Shared Vision (LP2)
Enabling Others to Act (LP3)
Modeling the Way (LP4)
Encouraging the Heart (LP5)
*p < .05, **p < .01, ***p < .001
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20.11, with a standard deviation of 3.67. The post-test mean was 23.85, with a standard
deviation of 3.31. For LP2, Inspiring a Shared Vision, the t value was the highest of the
five leadership practices (t(45) = -7.010, p < .001, two-tailed) between the pre- and posttest scores.
A significant gain also was evident from the pre- to post-assessment for LP 5,
Encouraging the Heart, and the t-test also revealed a significant difference within Age
Group 1 between the pre- and post-test scores (t(45) = -6.191, p < .001, two-tailed). The
pre-test mean was 21.93, with a standard deviation of 3.69. The post-test mean was
25.43, with a standard deviation of 3.19.
In addition, within Age Group 1, a significant gain occurred on LP1, Challenging
the Process. The paired t-test (t(45) = -6.464, p < .001, two-tailed) demonstrated a
statistically significant difference between the pre- and post-test scores. The pre-test
mean was 19.96, with a standard deviation of 3.31. The post-test mean was 23.37, with a
standard deviation of 3.49.
Also within Age Group 1, the t-test for LP4, Modeling the Way, demonstrated a
significant difference between the pre- and post-test scores (t(45) = - 6.138, p < .001,
two-tailed). The mean of the pre-test was 21.54, with a standard deviation of 3.42. The
post-test mean for LP4 was 24.70, with a standard deviation of 3.00.
A significant gain was demonstrated between pre- to post-test scores on LP 3,
Enabling Others to Act. The mean of the pre-test for LP3 was 22.52, with a standard
deviation of 3.46. The post-test mean was 25.54, with a standard deviation of 3.30. The
paired t-test (t(45) = -5.911, p<.001, two-tailed) demonstrated a statistically significant
difference between the pre- to post-test scores.
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Similarly, within Age Group 2 (23-29), significant differences between the pre- to
post-tests were demonstrated on all five leadership practices, with LP 2, Inspiring a
Shared Vision, revealing the highest gains. The mean for the pre-test was 20.50, with a
standard deviation of 4.70. The post-test mean for LP2 was 27.00, with a standard
deviation of 1.95. Thus, the paired t-test revealed statistically significant differences on
LP 2 for Age Group 2 (t(11) = -4.79, p <.001, two-tailed).
In addition, within Age Group 2 (23-29), significant gains occurred on LP5,
Encouraging the Heart. The mean for the pre-test was 22.67, with a standard deviation of
4.50. The post-test mean for LP5 was 27.92, with a standard deviation of 1.83. The
paired t-test (t(11) = -3.80, p <.01, two-tailed).
Significant gains also occurred on LP1, Challenging the Process. The mean of the
pre-test was 21.58, with a standard deviation of 3.15. The post-test mean was 25.83, with
a standard deviation of 2.17. The paired t-test demonstrated that, within Age Group 2
(23-29), these pre- to post-test gains were significant (t(11) = -4.42, p <.001, two-tailed.
In addition, significant gains also were demonstrated on LP4, Modeling the Way.
The mean of the pre-test was 22.42, with a standard deviation of 3.85. The post-test
mean was 25.92, with a standard deviation of 2.27. The paired t-test revealed that these
gains were also significant (t(11) = -3.39, p <.01, two-tailed).
Significant gains were demonstrated between the pre- and post-test scores on LP3,
Enabling Others to Act. The mean of the pre-test was 23.67, with a standard deviation of
3.94. The post-test mean was 26.92, with a standard deviation of 2.57.
The t-test results within Age Group 3 (30 to 39) demonstrated significant
differences between the pre-and post-test scores on all five leadership practices. The
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most significant gains within Age Group 3 registered on LP 2, Inspiring a Shared Vision.
The paired t-test for LP2 was significant (t(21) = -3.774, p < .01, two-tailed). The pre-test
mean for LP2 was 21.32, with a standard deviation of 4.80. The post-test mean was
25.36, with a standard deviation of 3.11.
Significant gains also were evident on LP1, Challenging the Process. The mean
of the pre-test was 21.18, with a standard deviation of 4.03. The post-test mean was
24.82, with a standard deviation of 3.23. A paired t-test (t(21) = -3.648, p < .01, twotailed).
LP3, Enabling Others to Act, was the next highest (t(21) = -3.749, p < .01), twotailed). The mean for the pre-test was 24.27, with a standard deviation of 3.45. The posttest mean was 27.23, with a standard deviation of 2.99.
Significant gains occurred on LP5, Encouraging the Heart. The pre-test mean was
23.77, with a standard deviation of 3.96. The post-test mean was 26.64, with a standard
deviation of 3.91. A paired t-test revealed significant differences (t(21) = -2.568, p < .05,
two-tailed).
Significant gains were demonstrated between pre- to post-test scores on LP4,
Modeling the Way. The mean of the pre-test was 23.41, with a standard deviation of
3.92. The post-test mean for LP4 was 25.77, with a standard deviation 3.79. The paired
t-test (t(21) = -2.482, p < .05, two-tailed), demonstrated significant gains for LP4 within
Age Group 3. Therefore, within Age Groups 1, 2, and 3, significant gains were
demonstrated on all five leadership practices.
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Within Age Group 4 (40 or older) gains were exhibited on four of the practices,
that is, not on LP4, Modeling the Way (see Table 12).
Research Question Four. Research Question Four examined if there was a
statistically significant difference in the development of leadership behaviors by race or
ethnicity. The majority of the participants were white (n = 80, approximately 94%).
There was one American Indian or Alaska Native, one Asian, one Native Hawaiian or
Other Pacific Islander, and three African-Americans. Therefore, no statistical data could
be calculated for Research Question Four.
Research Question Five. The last research question for this study examined if
there were statistically significant differences in the development of leadership behaviors
between urban and rural community college students. Geographic location (Urban and
Rural) is a between-subjects independent variable. Testing Occasion (Pre, Post) is a
within-subjects independent variable. The dependent variable is the leadership survey
score. Therefore, the research design to answer Research Question Five was a 2 x 2
design with one between-subjects variable (Geographic Location) and one withinsubjects variable (Testing Occasion).
When comparing urban to rural students’ pre-test scores, the only significant
difference emerged on LP3, Enabling Others to Act (t(90) = -2.042, p<.05, two-tailed).
Rural students scored significantly higher on the pre-test score of Enabling Others to Act
than did the urban students (see Table 13).
The results of the post-test scores demonstrated significant differences between
the mean scores for urban community college students and rural community college
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Table 13
Difference on Pre- and Post-test Scores of Leadership Practice Between Urban and Rural
Leadership Practice

Pre-test

Post-test

Rural

Urban

t

Mean

SD

Mean

SD

LP1 Challenging the Process

20.73

3.69

20.67

3.57

.042

LP2 Inspiring a Shared Vision

20.27

3.57

20.86

4.18

-.442

LP3 Enabling Others to Act

21.09

3.33

23.49

3.70

-2.042*

LP4 Modeling the Way

23.36

2.50

22.25

4.08

.883

LP5 Encouraging the Heart

21.64

3.04

22.75

3.97

-.895

LP1 Challenging the Process

22.09

3.24

24.41

3.29

-2.198*

LP2 Inspiring a Shared Vision

22.09

3.39

25.15

3.04

-3.081**

LP3 Enabling Others to Act

22.73

3.58

26.59

2.88

-4.051***

LP4 Modeling the Way

23.82

3.19

25.42

3.10

-1.602

LP5 Encouraging the Heart

22.45

3.45

26.54

3.15

-3.995***

*p<.05, **p<.01, ***p<.001
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students on four of the five leadership practices. Only the post-test scores for LP 4,
Modeling the Way, were not significant. For the post-test of LP 5, Encouraging the Heart,
the differences in means were significant. The mean for the rural students was 26.54,
with a standard deviation of 3.15. The mean for the urban students was 22.45, with a
standard deviation of 3.45. For the leadership practice of Encouraging the Heart (LP5),
the highest gains were revealed for the rural students and the gains were significant (t(90)
= -3.995, p < .001, two-tailed).
In addition, gains were revealed on LP3, Enabling Others to Act. The mean of the
post-test on LP3 for the urban students was 22.73, with a standard deviation of 3.58,
while the mean for the rural students was 26.59, with a standard deviation of 2.88. The
rural students demonstrated the highest gains. The paired t-test scores on LP3, Enabling
Others to Act, revealed the gains to be significant (t(90) = -4.051, p < .001, two-tailed).
Scores for LP2, Inspiring a Shared vision, registered a mean of 22.09, with a
standard deviation of 3.39 for the urban students. The mean score for the rural students
for LP2 was 25.15, with a standard deviation of 3.04. The rural students demonstrated
higher gains on LP2 than did the urban students. A paired t-test revealed significant
differences (t(90) = -3.081, p < .01, two-tailed).
As shown in Table 13, the post-test scores for LP1, Challenging the Process, also
revealed significant (t(90) = -2.198, p < .05, two-tailed) gains between urban and rural
students. The mean score for the urban students was 22.09, with a standard deviation of
3.24. The post-test mean for the rural students was 24.41, with a standard deviation of
3.29. The rural students’ gains were also higher than the urban students on this leadership
practice. Thus, the differences on four of the five leadership practices demonstrate that
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the rural students had significantly higher gains on the post-test on all leadership
practices except LP4, Modeling the Way (see Table 13).
Within the group of rural students, the results of the t-test on the post-test scores
demonstrated significant differences between the mean scores on the pre- to post-tests for
each of the five leadership practices. The highest gains were demonstrated on LP2,
Inspiring a Shared Vision. The mean of the pre-test within the rural group for LP2 was
20.86, with a standard deviation of 4.18. The post-test mean was 25.15, with a standard
deviation of 3.04. A paired t-test revealed a significant difference (t(80) = -9.667, p <
.001, two-tailed) (see Table 14).
Table 14
Difference on Leadership Practice Between Pre- and Post-test Within Rural Group
Leadership Practice

Pre-test

Post-test

t

Mean

SD

Mean

SD

LP1 Challenging the Process

20.67

3.57

24.41

3.29

-8.889*

LP2 Inspiring a Shared Vision

20.86

4.18

25.15

3.04

-9.667*

LP3 Enabling Others to Act

23.49

3.70

26.59

2.88

-7.876*

LP4 Modeling the Way

22.25

4.08

25.42

3.10

-7.320*

LP5 Encouraging the Heart

22.75

3.97

26.54

3.15

-8.173*

*p < .001
Significant gains were also evident on LP5, Encouraging the Heart, within the
rural group. The pre-test mean was 22.75, with a standard deviation of 3.97. The posttest mean was 26.54, with a standard deviation of 3.15. A paired t-test revealed a
significant difference (t(80) = -8.173, p < .001, two-tailed).
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The mean scores within the rural group revealed the next highest gains on LP1,
Challenging the Process. The mean for the pre-test was 20.67, with a standard deviation
of 3.57. The post-test mean was 24.41, with a standard deviation of 3.29. A paired t-test
revealed a significant difference (t(80) = -8.889, p < .001).
In addition, the mean for the pre-test on LP4, Modeling the Way, was 22.25, with
a standard deviation of 4.08. The post-test mean was 25.42, with a standard deviation of
3.10. These gains were also significant (t(80) = -7.320, p < .001).
The least gains within the rural group were revealed on LP3, Enabling Others to
Act. The pre-test mean was 23.49, with a standard deviation of 3.70. The post-test mean
was 26.59, with a standard deviation of 2.88. A paired t-test revealed these gains to be
significant (t(80) = -7.876, p < .001).
However, within the group of urban students, there were no statistically
significant differences between the pre- and post-test scores for any of the five leadership
practices (see Table 15). Thus, the data revealed that only the rural
Table 15
Difference on Leadership Practice between Pre- and Post-test Within Urban Group
Leadership Practice

Pre-test

Post-test

t

Mean

SD

Mean

SD

LP1 Challenging the Process

20.73

3.69

22.09

3.24

-1.348

LP2 Inspiring a Shared Vision

20.27

3.57

22.09

3.39

-1.227

LP3 Enabling Others to Act

21.09

3.33

22.73

3.58

-1.538

LP4 Modeling the Way

23.36

2.50

23.82

3.19

-.524

LP5 Encouraging the Heart

21.64

3.04

22.45

3.45

-.659
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community college group made significant gains, and it did so on all five practices (see
Table 14 and Table 15).
Summary
Community college students demonstrated significant gains on the five leadership
practices established by Phi Theta Kappa: LP1 - Challenging the Process; LP2 - Inspiring
a Shared Vision; LP3 - Enabling Others to Act; LP4 - Modeling the Way; and LP5 Encouraging the Heart based on the pre-post scores, as probed in Research Question One
(Table 7). The data for Research Question Two revealed that female and male
community college students demonstrated statistically significant gains between the preand post-test scores an all five of the leadership practices (Table 9 and Table 10). For
Research Question Three, data indicated a significant difference among the age groups
only on LP2, Inspiring a Shared Vision. The difference was significant between Age One
(18 to 22) and Age Two (23 to 29). No statistical data could be calculated for Research
Question Four because of the low sample size for the racial and ethnic population. The
data from Research Question Five revealed that only within the rural community college
group were significant gains made on four of the five practices compared to within the
urban group whose scores indicated no significant gains on any of the leadership
practices (Table 14 and Table 15).
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Chapter 5
Conclusions and Recommendations
This chapter develops conclusions based on an analysis of the major findings
relevant to leadership behaviors of community college students who have participated in
the Phi Theta Kappa Leadership Development course as described in the previous
chapter. The conclusions are grouped according to the research questions to which they
apply. Recommendations for practice and further research studies are also introduced.
Conclusions
Research Question One: Development of Leadership Behaviors
Conclusions pertaining to Research Question 1 are based on results from the
paired samples t-tests that reveal statistically significant gains on the post-test, using a
level of p < .001, for each of the five leadership practices and associated behaviors that
form the foundation of the Student Leadership Practices Inventory–Self. The SLPI is
designed to measure the extent to which the student participant actually engages in the
specific leadership behaviors (Kouzes & Posner, 1998b). Leadership participants
indicated significant growth on all five leadership practices. The overall increase in posttest gains for all five leadership practices, and Inspiring a Shared Vision in particular,
may reflect the characteristics that define transformational leadership in that leaders
should demonstrate the ability to create and promote a vision by mobilizing the
appropriate commitments (Bensimon et al., 1989).
Therefore, the specific gains in learning may suggest an increase in the general
transformational leadership skills of community college students who participated in the
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Phi Theta Kappa Leadership Development Studies course and thus substantiate the
efficacy of the course.
Further, the overall gains by the total population of the study (N = 92) reinforce
the findings of the studies conducted by the W.K. Kellogg Foundation whose composite
results of the evaluation research revealed that both leadership program developers and
program participants determine the programs to be successful with short and long term
positive outcomes (Zimmerman-Oster & Burkhardt, 1999). These findings are also
consistent with those reported by Dr. Mark McCabe, facilitator of the Leadership
Development Program at Pima Community College, whose study reported increases in
leadership attributes as measured by the pre-and post-test Leader Attributes Inventory.
According to the author, these increases predispose the community college students to
employ leadership thoughts to a greater extent after their participation in the Leadership
Development Program at Pima Community College. The attributes are participants’
predispositions to behaviors (McCabe, 1996).
The practice with the highest pre- to post gains was Leadership Practice 2,
Inspiring a Shared Vision, and reflects the importance of enlisting others to believe in and
accept the leaders’ path to the future. The behaviors associated with this practice include
(1) envisioning the future and (2) enlisting others (Kouzes & Posner, 1998b). The results
may indicate characteristics of effective leadership in creating a direction and
communicating long-term goals. The results may also reinforce Hackman and Johnson’s
(2000) position that “The presence of a shared and meaningful vision is a central
component of effective leadership” (p. 13). The findings parallel those of a study
conducted by Cress, Astin, Zimmerman-Oster, and Burkhardt (2001) that concluded, “As
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opposed to older notions of leadership as ‘positional’ or ‘an inherent characteristic,’ all
students who involve themselves in leadership training and education programs can
increase their skills and knowledge” (p. 23). The findings of this study also align with
the results of a study conducted by Binard and Brungardt (1997) that showed a gain in the
students’ scores on the original Leadership Practices Inventory after participating in a
leadership program at the Community College of Denver. Additionally, the findings of
the current study concur with the belief that “leadership potential exists in every student
and that colleges and universities can develop this potential through leadership programs
and activities” (Cress, Astin, Zimmerman-Oster, & Burkhardt, 2001, p. 23).
Research Question Two: Gender
Conclusions pertaining to research question two involving gender indicate
significant differences in learning gains between females and males in only one practice,
LP3, Enabling Others to Act. This result is consistent with research findings throughout
the last fifteen years that conclude that female leadership is characterized by the
following: (1) use of a more participatory style; (2) emphasis on collective rather than
individualistic; (3) encouragement of reciprocity; and (4) emphasis on empowerment
(Kezar & Moriarty, 2000). Although the findings of this research study reveal that gender
is associated with only one practice, there is support for the need to continue examining
the gender variable, according to Kouzes and Posner (1998b). The research findings for
the gender variable are consistent with the research reported by Romano (1996) that
reinforced the reported gains for female college students who were involved in leadership
activities.
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To examine differences between pre- and post-test scores within each gender
(female, male), a paired t-test found statistically significant differences for both gender
groups on each of the five leadership practices; therefore, learning gains after
participating in the Phi Theta Kappa Leadership course are not restricted to one specific
gender. These findings parallel those discovered by Cress et al. (2001) who state, “Male
and female students were equally likely to report development in leadership capabilities
and their associated skills. We could say with confidence that the leadership program
made a direct impact on student development” (p. 22).
While both genders made statistically significant gains on all five leadership
practices, it is interesting to note that the highest gain for females appeared on LP1,
Challenging the Process, and the highest gain for males surfaced on LP2, Inspiring a
Shared Vision. This particular finding is somewhat surprising because, as indicated
earlier in this text, Kezar and Moriarty (2000) found that women’s leadership tends to use
more of an interpersonal style as well as more of an emphasis on empowering, both of
which point to skills addressed in LP2, Inspiring a Shared Vision.
Research Question Three: Age
Through the use of Analysis of Variance (ANOVA), the only statistically
significant gain between the various age groups appeared on LP2, Inspiring a Shared
Vision, between Age Group 1 (18 to 22) and Age Group 2 (23 to 29). No other
statistically significant differences were found on the post-tests among any age groups for
the remaining four leadership practices.
However, within all age groups there were significant gains shown on the posttest for each of the five leadership practices. Specifically, Age Group 1 (18 to 22), Age

66
Group 2 (23 to 29), and Age Group 3 (30 to 39) registered significant increases on all five
leadership practices. Age Group 4 (40 or older) registered significant gains on four of the
five practices, that is, not on LP4, Modeling the Way. The benefit of leadership
development activities is not limited, then, to age. Despite student level of experience
with leadership situations, by virtue of age category, the argument in favor of leadership
programs at the community college is augmented by the findings of this research study.
That is to say, in all age categories of community college students exists leadership
potential that can be developed. These findings bode well for the possibility of
increasing positive leadership behaviors for all community college students, regardless of
age, through participation in educational leadership development courses.
Research Question Four: Race and Ethnicity
Unfortunately, the sample size representing racial and ethnic community college
students was too small to discern statistical information. The limited comparison numbers
in the sample were surprising given the racial and ethnic composition of the urban
community colleges that were used in this study. It appeared that the students of diverse
racial and ethnic populations of this study did not participate in leadership development
activities during the Spring and Summer semesters 2003.
Research Question Five: Rural and Urban Community Colleges
According to results of the paired t-tests between rural and urban community
colleges, rural community college students had significantly higher means than the urban
population on the post-tests on four leadership practices. No gains were revealed on LP4,
Modeling the Way. These findings seem to be consistent with research that identifies
rural community colleges as being the leading higher education institutions within their
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respective service areas (Killacky & Valadez, 1994). However, caution should be taken
with the conclusion because the n of urban students was considerably smaller than the n
of rural students.
Rural community colleges work collaboratively with the community to provide
leadership for regional development (Holub, 1996). Perhaps rural community college
students are exposed, by virtue of their residence in the community, to collaborative
leadership in all phases of community life and are, thus, predisposed to the acquisition of
positive leadership behaviors. In addition, rural community colleges have the potential
for people-based educational training (Rubin & Autry, 2000).
Examination of the data for post-test scores within the rural and urban populations
revealed that only the rural group made significant gains on all five leadership practices.
It seems that the results are indicative of the unique challenges facing urban community
colleges. Specifically, the population is financially poor, increasingly minority, and
largely comprised of first-generation college students (Smith & Vellani, 1999). As a
result, perhaps the urban population lacks exposure to leadership initiatives afforded the
rural community college population.
Recommendations
Recommendations for Practice
The study showed impressive gains for students who enrolled in the Phi Theta
Kappa Leadership Development course. Since these gains are documented, perhaps other
community colleges should consider offering this leadership courses for their own
students. In addition, considering the growing importance of the ability to make
leadership-based decisions as society advances in the new century, coupled with the
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transformational focus of the contemporary paradigm of leadership, it seems imperative
that, in order for community colleges to maintain strong connections with community,
then leadership development initiatives must be given priority.
Further, the research from this study reinforces the implementation of leadership
courses that combine academic rigor, experiential learning exercises, self-reflection, and
opportunities for team participation in service learning projects. These common elements
of the Phi Theta Kappa Leadership Development Studies course emerged as directly
influencing the development of positive leadership behaviors of community college
students.
Recommendations for Further Research
1. Certified facilitators for Phi Theta Kappa’s Leadership Development Studies courses
at their respective community colleges could redesign this study to include a
qualitative component that specifically assesses the reflective journaling aspect of the
Phi Theta Kappa leadership course. The findings may provide insight into the nature
of transformational leadership behaviors, thus informing course facilitators of specific
areas of strengths and challenges to address.
2. Phi Theta Kappa may find it prudent to conduct a study that investigates the dynamics
creating the paucity of leadership course offerings in community colleges in relation
to the larger number of certified facilitators.
3. Additional studies should include an outcome variable for the leadership practices,
such as academic achievement, for transfer patterns, and other longitudinal measures.
4. An attempt should be made to study diverse student populations by ethnicity.
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5. It is recommended that further research studies compare leadership behaviors between
traditional and non-traditional community college students.
6. Additional research studies should compare urban and rural community college
leadership students by means of a larger sample.
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STUDENT LEADERSHIP PRACTICES INVENTORY-SELF
How frequently do you typically engage in the following behaviors and actions?
Circle the number that applies to each statement.

1

2

3

4

5

SELDOM
OR RARELY

ONCE IN
A WHILE

SOMETIMES

FAIRLY
OFTEN

VERY
FREQUENTLY

1. I look for opportunities that challenge
my skills and abilities.

1

2

3

4

5

2. I describe to others in our organization what
we should be capable of accomplishing.

1

2

3

4

5

3. I include others in planning the activities and
programs of our organization.

1

2

3

4

5

4. I share my beliefs about how things can be run
most effectively within our organization.

1

2

3

4

5

5. I encourage others as they work on activities
and programs in our organization.

1

2

3

4

5

6. I keep current on events and activities that
might affect our organization.

1

2

3

4

5

7. I look ahead and communicate about what I
believe will affect us in the future.

1

2

3

4

5

8. I treat others with dignity and respect.

1

2

3

4

5

9. I break our organization's projects down
into manageable steps.

1

2

3

4

5

10. I make sure that people in our organization
are recognized for their contributions.

1

2

3

4

5

11. I take initiative in experimenting with the
way we do things in our organization.

1

2

3

4

5

12. I am upbeat and positive when talking about
what our organization is doing.

1

2

3

4

5

13. I support the decisions that other people in
our organization make on their own.

1

2

3

4

5

14. I set a personal example of what I expect
from other people.

1

2

3

4

5

15. I praise people for a job well done.

1

2

3

4

5
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1

2

3

4

5

SELDOM
OR RARELY

ONCE IN
A WHILE

SOMETIMES

FAIRLY
OFTEN

VERY
FREQUENTLY

16. I look for ways to improve whatever project
or task I am involved in.

1

2

3

4

5

17. I talk with others about how their own interests
can be met by working toward a common goal.

1

2

3

4

5

18. I foster cooperative rather than competitive
relationships among people I work with.

1

2

3

4

5

19. I talk about the values and principles that
guide my actions.

1

2

3

4

5

20. I give people in our organization support and
express appreciation for their contributions.

1

2

3

4

5

21. I ask, "What can we learn from this experience?"
when things do not go as we expected.

1

2

3

4

5

22. I speak with conviction about the higher purpose
and meaning of what we are doing.

1

2

3

4

5

23. I give others a great deal of freedom and choice
in deciding how to do their work.

1

2

3

4

5

24. I follow through on the promises and
commitments I make in this organization.

1

2

3

4

5

25. I find ways for us to celebrate our accomplishments publicly.

1

2

3

4

5

26. I let others experiment and take risks even
when outcomes are uncertain.

1

2

3

4

5

27. I show my enthusiasm and excitement about
what our organization is doing.

1

2

3

4

5

28. I provide opportunities for others to take on
leadership responsibilities.

1

2

3

4

5

29. I make sure that we set goals and make
specific plans for the projects we undertake.

1

2

3

4

5

30. I make it a point to tell others about the good
work done by our organization.

1

2

3

4

5
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Appendix B
Request for Permission Letter to Chief Academic Officer
Dear Chief Academic Officer,
I am a doctoral candidate at West Virginia University, and my dissertation will focus on
the effect of the Phi Theta Kappa Leadership Development Course on community college
students.
I have selected your college as part of my study since you offer the leadership
development class. Earlier, I contacted the course facilitators by e-mail and received
permission to visit their leadership classes twice during the semester. I invite your
college’s voluntary participation in my research study.
My research study involves a pre-post design, and I would like to visit your college
during the first two weeks of the spring or summer semesters, 2003, and during the last
class session of the semester to administer the Kouzes and Posner Student Leadership
Practices Inventory–Self to students enrolled in the leadership development courses. An
executive summary of my research findings will be forwarded to you upon completion of
the dissertation.
I have enclosed a sample letter of approval that you could copy onto your college
letterhead stationary and sign.
Thank you for your assistance in this matter, and I look forward to hearing from you at
your earliest convenience, but hopefully by the beginning of the January, 2003 semester.
Sincerely,

Beverly Wilcox, Doctoral Candidate
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Appendix C
Sample Approval Letter From College Administrators (on letterhead stationary)
Dear Beverly Wilcox,
On behalf of ______________Community College, I am pleased to grant you permission
to visit our college during the beginning and end of the spring semester, 2003, to conduct
a survey of the leadership students as part of your research study at West Virginia
University. It is my understanding that you will visit designated leadership classes and
distribute the Student Leadership Practices Inventory–Self. Please make specific
arrangements with the respective course facilitators.
I look forward to receiving an executive summary of your study upon completion of your
dissertation.

Sincerely,
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Appendix D
Community College Student Demographic Data Sheet (for research study variables)
1. What is your age?
____18-22
____23-24
____25-29
____30-39
____40 or older
2. What is your gender?
____female
____male
3. Please identify your race/ethnicity.
Race:
__American Indian or Alaska Native
__Asian
__Black or African American
__Native Hawaiian or Other Pacific Islander
__White
Ethnicity:
__Hispanic or Latino
__Not Hispanic or Latino
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Appendix E

Spring or Summer Semester, 2003

Thank you for agreeing to participate in my study. The goal of my research is to assess
whether participation in the Phi Theta Kappa Leadership Development Studies course has
an effect on the leadership abilities of students at four community colleges selected from
urban and rural communities within the tri-state area of Maryland, Pennsylvania, and
West Virginia.
I want to point out several things to you before we start:
1. Your participation is entirely voluntary and you do not have to respond to
every item or question;
2. Your responses will remain anonymous and confidentiality will be
maintained;
3. Neither your class standing, athletic status, or grades will be affected by
refusing to participate or by withdrawing from the study.
Thank you for agreeing to participate in this study.
Sincerely,

Beverly Wilcox, Doctoral Candidate
West Virginia University

